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An Integrated Approach to Professional Development in Secondary 
Schools  
 
ABSTRACT: Following the implementation of the National Professional Standards for 
Teachers, all teachers in Australia will be required to undertake 30 hours per year of 
professional development (PD) to maintain their registration. However, defining what 
constitutes effective PD is complex and often contested. This paper looks at a case study in 
Queensland, Australia, where a high school worked collaboratively with a university lecturer 
to deliver effective whole-school professional development. The lecturer acted as an external 
change agent, working closely with the principal and staff to build a relationship of trust and 
to develop a strategy for the delivery of PD on-site. This case highlights how partnerships 
between teachers and teacher educators combined with a willing school leader can provide 
positive opportunities for collaborative, sustainable, professional growth and learning. 
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Introduction 
Delivering professional development (PD) in education is a complex business. In Australia, 
the Federal government’s implementation of the National Professional Standards for 
Teachers in 2011 (Australian Institute for Teaching and School Leadership (AITSL), 2011) 
has implications for the ways that PD is offered in schools. In conjunction with the new 
professional standards, all teachers are now required to undertake 30 hours per year of PD to 
maintain their registration. This has been the case in the state of Queensland, Australia, since 
the introduction of the state-based set of Professional Standards for Teachers in 2006 
(Queensland College of Teachers, 2006). What constitutes effective PD, however, is 
contested terrain. This paper looks at a case study in Queensland, Australia, where a high 
school worked collaboratively with a university lecturer to deliver effective whole-school 
professional development. This collaboration was followed up by the staff under the 
leadership of a dynamic principal who ensured that the process was sustainable and combined 
with an effective growth and learning (GAL) plan for all teachers. 
What the literature tells us is that the most effective PD models share the qualities of 
being ongoing, collaborative and interactive, and provide opportunities for building the 
capacity of teachers and school communities (Boyer, Maney, Kamler & Comber, 2004; Day, 
2004; Hardy, 2008; Moss, 2008). Day (2004) argues that PD needs to be shaped by an agenda 
that recognises the importance of sustained collaboration, teachers’ roles as ‘knowledge 
producers’, their need to manage change and a mutuality of moral purpose. Research also 
suggests that effective PD can occur where ongoing collaborative partnerships exist between 
schools, professional associations and university educators, and where those partnerships 
value the existing knowledge of teachers (Hardy, 2008; Paris, 2010). Further, Moss (2008) 
notes, ‘when considering how to build local learning communities, school and university 
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partnerships are seen as offering rich possibilities for transformative professional action’ (p. 
345). 
Managerial approaches and systemic government policy initiatives or mandates mean 
that PD in schools has often taken the form of one-off workshops designed as a band aid for 
keeping up with policy changes (Hardy, 2008). Significantly, this means that the ‘training 
model’ of ‘PD rarely challenges entrenched beliefs about the role of schools and schooling’ 
(Hardy, 2008, p. 280). Hardy (2008) suggests that more collaborative, ongoing and activist 
PD is needed. This ongoing approach to PD is also suggested at policy level in the QCT 
standards. Standards alone are not enough to engender effective PD, unless they have been 
used generatively and contextually as a tool to assist teachers and students’ localised needs. 
(Mayer, Mitchell, MacDonald & Bell, 2005). 
The recently devised Australian National Professional Standards for Teachers 
(AITSL, 2011) is a policy initiative to provide standards by which teachers can be measured 
in terms of their professional competence. Pertinent to this paper, teacher professional 
Standards 6 and 7 (AITSL, 2011, p. 18) are dedicated to describing how teachers at various 
stages in their careers might engage in professional learning and reflection and also 
contribute to their respective schools and professional communities. 
One reading of this set of National standards is that it is an overt exercise to mount 
centralised control over the professionalism of teachers and to link teacher performance to 
teacher pay (Ingvarson, 2011; Kostogriz & Doecke, 2011). If teachers can use the standards 
as a set of guidelines to tailor their own PD agenda, however, the PD process can be owned 
by them. Furthermore, if teachers have the support of school administration, professional 
renewal should occur as a result, as our case study shows. Ideally, this process could also 
assist teachers in their self-reflective practice (Schön, 1983). If PD improves teaching 
practice, the National Professional Standards may also address the international perception 
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held by teachers that no matter how effective, professional or proficient they are, such 
qualities do not lead to recognition at any level which bears on pay scale or leadership in the 
school community (Jensen, 2010; Shen, 1997). It will depend on how the National 
Professional Standards are deployed, how they are measured (Ingvarson, 2011), who looks at 
the information and what the outcomes of the standards are, as well as how this translates to 
the individual states, schools and teachers. As Jensen (2010) notes, ‘the emphasis on teachers 
reaching various standards for promotion is not contributing to meaningful development of 
teacher quality’ (p. 26).  
Rather than focus on a singular link between teacher pay and test scores, we need to 
deploy other strategies to measure teacher effectiveness and to redress teacher 
ineffectiveness; ‘peer review, direct appraisal of teaching, and the evaluation of teachers’ 
ability to identify and address each student’s learning needs are fundamental to meaningful 
teacher evaluation’ (Jensen, 2010, p. 26). Further to these suggestions, teachers could 
evaluate their own PD needs and show the impact of PD on their students’ learning. Evidence 
for this may come in the form of self-reflection and value adding, formulated through data 
gathered on a continual basis rather than one stand-alone high-stakes test (Kostogriz & 
Doecke, 2011). Fulfillment of Professional Standards 6 and 7 will undoubtedly require 
ongoing and effective professional development. 
Professional development outcomes in Australia are linked inextricably in all the 
standards policy documents at state and national level to student performance data from high-
stakes testing. Surely there is more to consider, however, when accounting for the PD of 
teachers. In philosophical terms, other literature suggests what is missing from all the sets of 
teacher professional standards, is the ‘ethical subject’. Kostogriz and Doecke (2011) argue 
that in an increasingly ‘audited society’, ‘the responsibility for education outcomes has been 
transferred to individual schools that are supposed to compete for dwindling resources’ (p. 
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398). As a result, teachers in their study talked about ‘a sense of professional responsibility 
for students, in contradistinction to neo-liberal rhetoric about accountability and 
performativity’ (Kostogriz & Doecke, 2011, p. 399).  
The professional community of practice in a school also depends on supportive 
administration and staff having opportunities for individual PD to become part of 
professional networks of learning (Ewing & Langley-Smith, 2003). Head (2003) argues that 
communities of practice in workplaces as complex as schools can be romanticised and may 
be based more on ‘contrived collegiality’ if enforced by administration. So it is highly 
important that the administrative staff are supportive and that staff members are willing to 
engage both in whole school and individual professional development. Put simply, the 
substantive research, including that explored in our own study, suggests that the conditions 
for effective PD engaging the ‘whole school’ need to be collaborative, ongoing, on time, on 
task, on the mark and on-the-spot. By ‘ongoing’, we mean PD needs to be continued over the 
given time period for change implementation. ‘On time’ means both efficient delivery of PD 
as well as timely implementation of change to allow for improved student outcomes. ‘On 
task’ means that the PD is geared towards fulfilling relevant and meaningful tasks with 
negotiated sets of goals. By ‘on-the-mark’, we mean the PD is targeted at the teachers’ 
specific needs, which may be personal and/or professional and reflective of both. By ‘on-the-
spot’, we mean the PD is delivered on-site, in this particular case study, at Narangba Valley 
State High School (Narangba Valley SHS). 
This paper examines a case study where effective PD is working across the entire 
school. Narangba Valley SHS worked collaboratively with a tertiary educator who acted as 
an ‘external change agent’, delivering effective ‘whole-school’ PD with a focus on improving 
school performance. The paper reflects how effective planning and commitment is needed for 
all stakeholders in the PD process, including the principal, the external change agent, and the 
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staff. In spite of many industry partnerships over the years, there is still a divide between 
teachers and tertiary educators. This case study shows that this divide can be bridged if the 
relationship between the PD parties constitutes a community of practice based on mutual trust 
and if the stakeholders involved follow some important guidelines. Effective collaboration is 
difficult to achieve as long as teachers must compete for resources to address their PD needs; 
however, as the case study in this paper shows, it is achievable. 
 
Methodology 
In this exploratory, qualitative case study, one of the university lecturers (authors) worked 
closely with the school delivering PD particularly in relation to school performance, and is 
therefore a stakeholder in the process. The other author interviewed the principal as an 
external researcher and is not a stakeholder in the PD process, except that she also lectures at 
the university where many of the teachers are undertaking postgraduate research study.  
 Narangba Valley SHS is a large state-owned secondary school with an enrolment of 
1,820 students. Though owned by the State Government, the day-to-day management of the 
school is the responsibility of the principal. The principal, like many other school leaders, had 
the unenviable task of improving student and school performances within a relatively short 
time frame, so there was a degree of urgency about the whole school PD focussing on high-
stakes testing data. In addressing this challenge, he invited an external change agent from the 
university to deliver the relevant professional development. Afterwards, the principal was 
interviewed about the change process and, more specifically, how PD works in the school. 
This semi-structured interview was conducted at the school. It was audio recorded and then 
transcribed. Transcripts were read and analysed by the academic authors in terms of grounded 
theory. Interview data pertinent to this paper were organised under the themes of ongoing, on 
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time, on task, on the mark, and on-the-spot, which characterise the approach to PD taken 
by the case study school, to which we now turn. 
 
An effective model of whole-school professional development 
One of the authors worked as an external academic change agent in 123 Queensland state, 
independent and Catholic schools between 2005 and 2011. In her work she developed and 
deployed a change model titled the Controlled Rapid Approach to Curriculum Change 
(CRACC) (Smeed, 2009). This curriculum change model, implemented in this case study 
school, is underpinned by and mobilises staff professional development. It is delivered in the 
following collaborative way. Initially, the change agent connects with the principal to build a 
relationship and establish what s/he feels are the specific needs of the school community. 
This ensures that the change process is ‘on the mark’. The change agent then conducts an 
independent situational analysis, as a result of which goals are set by the school’s 
administrative team. The change focus is on performance across the school curriculum and, 
therefore, the next step involves middle management and senior management engaging in 
weekly ‘on task’ and ‘on time’ PD with the change agent. In these collaborative sessions, 
middle management and school administrators analyse and reflect on school and individual 
student data with a view to implement specific strategies to improve performance. Classroom 
teachers are also active players in the change process, working in departmental teams with 
relevant middle management. In recent research teachers stated their preference for school 
management to set the goals for the change process (Smeed, 2009). The PD program involves 
all teachers, students and leaders in the school community.  
Narangba Valley SHS has effectively embraced this collaborative model of change 
with its rigorous PD program. Within 12 months, this school saw remarkable positive change 
in terms of professional renewal and student outcomes. The principal wanted this state school 
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to be competitive with independent and religious schools in terms of their ‘high-stakes’ 
performance data. A specific area noted for improvement was the tertiary entry data, referred 
to in Queensland as an individual student’s Overall Position (OP). In Queensland, exit data 
on schools is published annually in the state-wide newspaper, which reports on several 
indicators. One indicator relates to the OP of the students on a 25 point scale. The best 
students attain an OP of 1 and the weakest 25. Traditionally, the media has concentrated its 
reporting on the percentage of students in each school who attain an OP of between 1 and 15, 
which is the required tertiary entrance cut off for many university  courses in Queensland. In 
2009, 73% of OP students in Narangba Valley SHS attained this high OP range. After 
intensive PD over 12 months targeted at improving school performance, the 2010 percentage 
rose to 96%. This trend continued under the school’s leadership, independently of the change 
agent, in 2011 when 93% of students at the school attained an OP of 1-15. Though the 
authors acknowledge there may have been other contributing factors, the weekly PD 
meetings focused on school performance improvement in 2010, coincided with a dramatic 
increase in results in that year (2010). This continued in 2011, which suggests that the school 
was able to autonomously sustain the processes and practices that led to the increase in 
performance data.   It is well documented that change processes take time to implement 
(Brady & Kennedy, 2003; Crowther, 2010) and show results.  However, in the current 
climate of high-stake accountability, principals are demanding focused change and improved 
results over a short time-span (Smeed, 2010).  This model of PD followed the Harvard 
Business approach of ‘results-driven’ change (Shaffer and Thomson, 1998) which is both 
fast, focused and driven by results.   
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The school also performs outstandingly on many of the other high-stakes published 
indicators. For instance, 100% of students gained a post-secondary vocational or academic 
qualification or both. Ninety-six per cent achieved a Queensland Certificate of Education and 
98% of those who applied for tertiary entrance were offered a place in 2010 and 2011. These 
results are obviously outstanding; however, it is the commitment to collaboration and to 
ongoing learning of all parties involved that has allowed this to occur. This PD process 
encompasses far more than simply improving scores. Research indicates that sustained 
improvement in student achievement after the external PD provider withdraws is rare 
(Timperley & Alton-Lee, 2008). It is notable, then, that in the year after this PD program 
began, the school staff implemented the curriculum change process autonomously, which 
indicates the PD was both sustainable in the immediate future and the subsequent year, This 
was empowering for the staff and their students.  
 
The principal’s approach to professional development involves both ‘growth and 
learning’ 
We have argued from the outset in this paper that effective PD should be ongoing, on task, on 
time, on the mark, and on-the-spot (contextual). The Narangba Valley SHS principal, Mr 
Ross Mackay, believes that the ongoing and situated PD this school deployed is far more 
effective than less integrated approaches. All the following quotes have been extracted from 
an interview with this principal. He suggested that delivering ongoing PD on-site is: 
... more effective, because it is contextual. It’s not held in an isolated situation. If it [PD] is on-site, it 
can be held on a continuous ... a progressive basis, rather than just a one-hit situation like going out to a 
conference. Also, being on-site, people’s resources and data are at hand. So, if they need things to 
access ... a website, materials on our data drives, they can do that.  
The principal also makes reference to staff disposition, which validates the importance of 
issues of comfort and also familiarity in conducting the whole school PD on-site.  
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We find on-site PD a little more effective ... people feel more comfortable, more at home, and instead 
of sending out ten people, we can have people at the end of the school day spend two hours doing 
something and have thirty or forty people enrolled. 
This further describes PD as being ‘on the mark’ as well as ‘on time’. It is clear from this 
quote how the principal values the wellbeing of the staff members in relation to professional 
development. On-site PD is also more inclusive and participatory. In preference to sending 
small numbers of staff out to isolated PD events, such as conferences, every teacher at the 
school works with their line manager (Head of Department) on an individual plan. Through 
the teachers’ growth and learning plans which are completed with their line manager 
annually, PD as this school is operating at an individual as well as at whole school level. Mr 
Mackay elaborated on this in terms of the teachers’: 
... Growth And Learning Plans (GAL) so we look at our school needs in those conversations – we look 
at the systemic level, what the needs are of Education Queensland, we look at the needs of the school – 
where we are in terms of our growth to achieve our vision – and where each individual is personally, in 
terms of their personal skill sets. That is all negotiated at that level and then it is sort of approved at that 
GAL plan level … We have been using it here for about six or seven years and everybody embraces it. 
People are very keen to do that. There is no problem there at all. 
A significant feature of this GAL process is the direct negotiation between the respective staff 
member and the person to whom they directly report. This inclusive process ensures that at 
every level, each individual’s PD plan emerges from a discussion process. In this way each 
member of staff is contributing to decision making in relation to their own PD.  This multi-
levelled planning is a significant feature of the teachers’ ‘on the mark’ PD at Narangba 
Valley SHS. Each week, the group would track and risk-manage student performance. After 
approximately nine months into the whole-school PD using the CRACC model, the 
individual teachers started to reflect on their own performances and inquired about what they 
could do individually and collectively to impact on student-improved performance.  
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Student performance was not the only consideration here; the professional learning 
which caused teachers to reflect on their own teaching practices also carried over into 
teacher-improved performance. This reflects the literature on PD where innovative 
curriculum and improved student achievement resulted from teachers ‘developing a strong 
theoretical pedagogical content knowledge base’ (Timperley & Alton-Lee, 2008, p. 353). 
When considering Standards 6 and 7 of the National Professional Standards (AITSL, 2011) in 
this school, teachers-as-researchers are engaging in professional learning as they themselves 
become learners as postgraduate research students. Studies by Clotfelter, Ladd and Vigdor 
(2010) and Salfi and Saeed (2007) showed links between teacher qualifications and student 
performance, particularly at the secondary level. When professional renewal was discussed at 
one weekly meeting at Narangba Valley SHS, only a handful of senior and middle managers 
indicated they that they had postgraduate qualifications. It was decided by the group that the 
school would engage in a large scale Masters program ‘on-site’ delivered by the university at 
which both the authors of this paper teach. This support of teachers-as-researchers validated 
the staff as ‘knowledge producers’ (Day, 2004) in the school community. 
Mr Mackay said, ‘this school has 27 staff members, including classroom teachers and 
admin undertaking masters units’. The teacher-as-researcher (Boyer et al., 2004; Darling-
Hammond, 2008) certainly advocates a scholarly approach to PD which is more effective 
than the ‘one-off’ models that have been found to be less effective (Jetnikoff, 2011; Moss, 
2008) and confirms the principal’s advocacy of PD outcomes relating to three levels: 
systemic, school and personal.  
… What we do here is we have an expectation that there be some focus for teachers in terms of 
improving their performance and improving their knowledge base and their skills base and also 
responding to systemic imperatives at an EQ [Education Queensland] level, like the Australian 
Curriculum for example. School-based initiatives might be around dimensions of learning as a 
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construct for pedagogy and then people have their own personal needs and personal growth that they 
are seeking to build on. 
In this principal’s view, PD covers all dimensions of the people undertaking the program. 
Clearly, the approach is ‘on the mark’ in terms of both building a knowledge base and the 
personal needs of individual teachers. This is clearly a case where a supportive administration 
makes teacher PD effective. Mr Mackay described PD as ‘critically important’ for 
professional renewal:  
... not only to remain current, with current thinking and current understandings and current knowledge 
but also to keep energised, keep focused on the task at hand and to not become complacent, so there is 
a psychological component as well as exploring change, exploring new ways of doing things, always 
testing how we can do things better … and so professional development helps with that too. 
When asked about who funds PD in the school, this principal said, ‘we fund their 
professional development here as part of a corporate responsibility to teachers’. He added, 
‘they fund themselves too but there is a significant funding component contributed by the 
school’. The budget is managed by the deputy principal and administrative meetings 
determine who gets funded for outside PD as a result of the GAL plans. According to Mr 
Mackay, each teacher ‘negotiate[s] that with their supervisor at the start of the year and then 
they will put down what they’d like to achieve and the PD that they would like to 
experience’.  
This shows the importance of collaboration and PD being ‘on the mark’ in terms of 
meeting the needs of individual staff in the school. In short, everyone who is a stakeholder in 
PD takes responsibility for it, whether through negotiating their individual needs or providing 
funding for outside professional development. 
... Every teacher is expected to do that [negotiate PD] and to have that discussion with their HOD ... 
then with that GAL plan in mind, as individuals see opportunities ... for professional development, 
they’ll make a submission ... and indicate if it’s part of their PD, part of their GAL plan. Then on a 
daily basis at an admin meeting we will discuss these submissions and we’ll see how it fits with our 
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overall school plan and our targeted objectives for the year and it usually does as they usually apply for 
things relating to their approved GAL plan and then we approve the funding. 
In this process, teachers collaborate with line managers and make decisions about their 
individual PD and renewal. Significantly in this school, the emphasis on developing teachers’ 
knowledge base through further tertiary studies also contributes to their professional renewal. 
This is consistent with Standards 6 and 7 (AITSL, 2011) which relate to PD as well as 
Standards 2 and 3 which consider content and pedagogical knowledge for teachers. 
Consistent with the literature (Timperley & Alton-Lee, 2008), it is clear that when the 
principal values a scholarly approach to teaching and learning of the middle managers and 
classroom teachers, this has a ripple effect in the school environment right through to the 
value placed on student learning and performance. As Mr Mackay says: 
Staff are also encouraged and funded to attend PD events run by professional associations … out of 
that PD budget ... different subject areas will ask that some of that money be spent in terms of joining 
associations, funding association, publications and we do that willingly ... right across the whole 
spectrum of the faculties and the curriculum ... Those readings and those papers that are produced are 
very important. 
This principal’s commitment to multi-levelled and collaborative PD is profound and begins 
with new teachers and encompasses all levels of teaching staff. In addition to face-to-face 
methods of delivering PD, Mr Mackay also suggested the school might devise ‘an intranet-
based model of service delivery ... where teachers can go through a self-paced program of 
professional development’. However, he was also careful to point out that ‘some things lend 
themselves to an electronic format and some things don’t’. 
 
Conclusion 
Being knowledgeable about accountability is essential for early twenty-first century teachers 
within a data-driven world (Mooney, 2010; Smeed, 2010). Accountability exerts immense 
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pressure on schools and, in particular, principals (Starr, 2008). As long as governments invest 
heavily in schools, they will be called to account for their student performance (Corson, 
2002). Professional development which prepares teachers and students for this high-stakes 
testing phenomenon is essential, although it is clearly not the only kind of PD a school needs. 
The case study outlined in this paper supports our premise that a collaborative, ‘on time’, ‘on 
task’, ‘on-site’ approach to PD is effective. Work on beginning teachers also suggests that PD 
needs to be meaningful and ongoing in terms of their enculturation into a professional 
community of practice (Jetnikoff, 2011). 
It is clear that when a collaborative and ongoing PD program is negotiated, well-
planned, well-administered, and caters to more than merely student outcomes, the school 
community is engaged in the initiative. Professional development which takes into account 
teachers’ personal growth alongside their professional knowledge base, and is considered an 
integral part of the overall vision for the school, represents a multi-levelled effective 
approach to professional renewal. This case study demonstrates that when PD is collaborative 
both internally and externally with a university PD provider, it can be very effective. 
Additionally, the PD program was ongoing, on time, on the mark, and on-the-spot. Such 
qualities underpinned the PD process at Narangba Valley SHS which the authors strongly 
suggest had great benefits for the entire school community.  
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